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ABSTRACT
Monographs produced on the basis of two and a half

years of research at The Demonstration Center for Language
Handicapped Children are collected. The monographs address the
following topics: a generalized evaluation model for language
disability programs; the impact of the language center program on the
individual child as determined from critical incidence reports; the
role of the language center teacher aide based on the perceptions of
teachers; perceptions of classroom teachers concerning selected
aspects of the language center program; administrative attitudes
toward the program of the language center after 1 year of operation;
the relationship of special instructional programs to student
attendnace; and proficiency profiles for professionals whn work with
LH children. (Gil)
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LANGUAGIMANDICAPPED CHILDREN
A GENERALIZED EVALUATION MODEL FOR LANGUAGE

DISABILITY PROGRAMS

by Max D. Milky, Ed D.

Two vital components in the establishment of programs
for language-handicapped children are those of evaluation
and research. Evaluation involves the process of accumulat-
ing and analyzing data which will enhance educational
decision making. Research involves the development and
control of experimental variables for the purpose of
clarifying choices between logical alternatives.

Evaluation and research in language-handicap programs
enables administrators to answer questions concerning the
effectiveness of established programs and to ascertain new
directions and goals. In addition, administrators are able
to supply new information on how the needs of language-
handicapped children can be met.

PROGRAM EVALUATION

Preplanning a program with evaluation as a major con-
cern will result in definitive answers to important questions.
There are basically three steps in evaluation which should
be considered prior to the establishment of a program for
language-handicapped children.

State the Objectives of the Program

The statement of objectives should define the goals of
the project so there is no misunderstanding concerning
intent or expectations. Objectives can also give direction in
terms of staff development and instructional procedures.
Objectives stated in observable and measurable terms should
provide guidance for personnel responsible for data collection
and analysis. Examples of objectives useful in programs for
language-handicapped children are as follows:

1) Students entering the program for the first time
will improve significantly (p<.05) their perform-
ance in language skill areas as measured by The
Stanford Achievement Test given at the beginning
of the year and again at the end of the year.

2) At the end of the academic year, eighty percent of
the students in the second year program will ex-
hibit positive attitudes toward school, as measured
by the School Sentiment Index, by answering 20
of the 40 questions positively.

Evaluation of objectives should involve analysis of scores
derived from testing students using standardized and
project-made tests. In addition to providing direction ire
purchasing and development of tests, the objectives should
give general guidelines for administration, scoring, and
analysis of test data.

Objectives should have at leas. the three basic components
listed below.

Behavior. A statement of expected behaviors should be
as explicit as practicable. In the examples presented above,
the behaviors indicated are "improve their performance"
and "exhibit positive attitudes."

Conditions. A statement of conditions should include
the persons involved and the time frame considered. In the
examples cited above, the objectives were designed for
students and for a stated time period.

Criteria of success. Guidelines should indicate what
cutoff point will be established for successful accomplish-
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ment of the objectives. In me first examples. a significant
(p<.O5) improvement in terms of pretest and posttest
dfferences was established as the criterion of success.
Eighty percent of the students responding positively to a
project-developed instrument was a priori established as the
criterion of success for the second objective cited.

Delineate the Specific Techniques and Procedures by which
the Objectives are Expected to be Achieved

Included in this second evaluation step are several
elements. e.g.. designation of teaching techniques. motiva-
tion techniques, instructional materials, etc.

Examples of techniques and procedures trpic,a1 of
language programs are as follows:

Specification of educational planning sequence. Educa-
tional planning should be viewed as a developn.ental process
involving the continuous modification of instructional goals
and performance objectives. The sequence of ede:ational
planning should be specified in order to fully utilize

evaluation techniques. One method of accomplishing this
is to set short term objectives and evaluate the appropriate-

ness of the instructional activities at specified times.

Performance objectives. Performance objectives stated
in measurable terms focus on the consequence of instruc-

tional activities. The specification of objectives provides
the means to determine what improvement has taken place,

how much improvement occurred, and how long the im-

provement r-quired.

Determine Appropriate Evaluation Measures and Feedback

Mechanisms to Assess Outcomes in Terms of Stated
Objectives

For the most ?art, this third evaluation step is pre-
determined by the program's ot.jectives and design. An

evaluation design appropriate to objectives should contain
at least the following elements.

Identification of the problem. A problem is typically
stated in the form of a question which leads to the
formulation of a hypothesis.

Formulation of a i-vpothesis. A hypoth?sis should be
stated if it is Appropriate to the objective. Some objectives
may be such that experimental analysis is not necessary.

Determination of research design. A design involves
selection of subjects and formulation of dependent
(criterion) and independent variables. Typically subjects
are selected by a random procedure and separated into
cx.introl and experimental groups. The two groups al-. then

compared to see if the independent variable caused the

experimental group to differ from the control group. A

simple paradigm illustrating a useful experimet tal design is

presented in Figure 1.

Population
Of

Students

Random
Selection

Figure 1

Representation of an Evaluation Design

Data collection. A procedure for collecting the data
should be stated and an appropriate statistical procedure
chosen. flow data are collected will be determined by the
type of statistical analysis planned.

Statement of a level of confidence. A significance level
of .05 or .01 is typically set in order to determine whether
group differences are the function of chance variation or of
experimental manipulation.

AN EVALUATION DESIGN

An explanation of an evaluation design applicable to a
program for language-handicapped children follows. Four
independent variables were identified which might have an
effect on the academic progress of the language-handicapped
child. The variables are instructional program, appraisal
type, grade level, and paraprofessional support.

Academic achievement was defined as change scores based
on pretest/posttest differences on certain subseales of The
Stanford Achievement Test. In each instance the dependent
measure was a product of a child who .vas previously
diagnosed as possessing a language handicap.



The I eseat h design had in tonal controls which included
both language-handicapped children not identifidd to the
teacher, and children who did not have a language lundicap.
As external controls were classes where no special training
took place.

Within the practical limitations of working within a
functioning school systems student and school selection was
carried out using a random selection procedure. This result-
ed in a minimization of selection bias and produced data
that was of a quality usable in statistical analysis. The
primary statistical technique used to test null hypotheses

UST COPY AVAILABLE

of no differenee was analysis of variance. Figure 2
illustrates an iikahl-atiOn of the experimental design.

Summary

Research and evaluation must parallel the development
of innovative educational programs designed for language-
handkapped children. Educational decision making is
enhanced by the accumulation and analysis of quantifiable
data since quantification enables empirically-based choices
between instructional alternatives. This enhancement is
especially critical in innovative educational programs.
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DEMONSTRATION CENTER FOR
LANGUAGE- HANDICAPPED CHILDREN

IMPACT OF THE LANGUAGE CENTER PROGRAM ON THE INDIVIDUAL

CHILD AS DETERMINED FROM CRITICAL INCIDEN. EPORTS

by Ralph O. Teter, Ed. D.

One aspect of a statistical research study that is often Areas of change. Da:. 1 the domains in which change
lost is the impact of the. intervention upon the individual was noted are given by grade level in Table
child. Particularly elusive is the measurement, during a
short time period of one year. of affective changes.

Procedures

During the tirst year of the Language ('enter project,
classroom teachers. resource teachers. and educational Grade
diagnosticians were asked to submit "Critical Incident Level
Reports" on children in whom the} observed a distinct
change as a result of the program. This report included:

. . A brief descoption of the behavioral change.

. . Possible causes of the observed change. 3

These reports were submitted voluntarily throughout the
year by bservers. No conscious pressures were exerted
on their submission. The reports were naly/ed in terms of
grade level. domain (cognitive. affective, psycht+motof) in
which the change was obseived, and inferred reasons for
change. In some cases the changes observed for a child
were in mine than one domain and attributable to inure
than one cause.

TO1 At.

Table I

DCMA!NS OF OBSERVED CHANGE

3

4

4

11

Affective Psychomotor

11 4

19 4

5 0

S

Most changes (04.8'; ) were noted in the affective do-
main. 1 he thud glade accounted tot more than hal (5435. )

Results of these affective changes. kindeigarten contributed 31.4'7.
Critical changes in psychomotor activities wee identified

01 the 49.2 students in fitst-v eat inlet vention l,i giatrts. exchisivel4 at the kindeigatten and third grade levels. The
Critical Incident Reports were submit led on 47 students. soot} glade iceorded the highest per.:entaf.e (44.4) of
or 0.6 percent. Results of the stud), :tic presented III two cognitive change responses.
ways:

. . A minima! tahubtilm of data. Inferred causes of change. 1 able 2 summarites
pt tt 411 (.1:1!, .11 Incidot Rept! Is, ,xivis: inlet Ik'd .-.111Ne 11:114.:e.
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INFERRED CAUSES 01.' ORS.R'D CHANGES

t;tarte Individual. Attainment 1 Linipment materials Methods tither.

ei.el 4,,I

4

tr

7 4 5

3 12 4

1

13 17 11

Causal categt 'nes were der wed Irmo an analsis ot the
reports The identified in Oi del it total iesprinses
%vete:

.. Methods ot instithiton )

..Instrift.ti..mal mate! fats( 20.6'
Itidtvidttaltratititt tit nisi I 1h:thin t 15.0' )

.. Attainment of success ;

.. Supportive equipment (4).5; )

'Tutu! Itehssittr

thagtirisfic ttitot niatton. peel group help.

As tor grade ditletemes. the categories of materials.
indwidualiration, and equipment were of greatest sigmti-
Catlie at the kindergarten level. At the third grade, method
of instiuchon and the attainment of success were most
notable. Instructional materials contributed most to oh-
setvahle changes at the sixth grade.

Excerpts from Critical Incident Reports. Table 3 presents
verbatim excerpts from Cntical Incident Reports.

Conclusions

l'hkedutes sikii as the Critical Incident Report, which
call fin noting tit witting significant changes in observed
hehavtots. of students, were of value in determining the
impact 01 interventions on individual students. The results
rIbtained iii identits mg reasons for such changes were
compatible with findings utili/ing other approaches. The
leptons obtained in this studs indicate that significant
impact was made hy project interventions particularly in
the atlective area of attitude toward school and learning.

Table 3

XCERPIS FROM CRITICAL INCIDENT REPORTS

When "I tettmte . a nonreader . enrolled
at the beginning of school. he !melt
opened his mumth tit talk. tiatly
refused to participate in an} classroom
actwity he it urging, math. are
tttttsi .. ( thud gi title

sthet tttiiic &E the proie,1 :Olin tme

weeks ot scho{il She had MO NpukC11

a %old itt tlt,tt IttlattcM .)1)Le ,.turret
began. At the end a testing ses,rtm
the teat.her thst..m,e1-.ti the test had not

been attempted. t Eland grade ;

ttlitivi 1117 lam:m.4x

t cntri Iniertritittn

Atter a period ot In the lesontie
room. he has slitetttt evidence of emeig
itig trout this shell. it has been noted
that he now chats with his classmate,.
tle es,en has begun to pat ticipate in
toiling and sonic math actmites, tits
ettlintstarn attending nth. e

tor tecealedb!, begging his teat ktet s
to let !inn go at times tither than that
.issteried to hint. Ile cannot tell Imre.
hut has learned MICR' ilie chit k hands

he when it is nine ttti the re.
sour ce to nit lie needs flu torwhio,
ind is tatt.1 Lift' Iles pi; ).ttess is

er Anal. but it is :dent that in a test
sttt tt t w Cels.% he is becomme pat t Let the

school.

ttei titre week in the isioteet. she was
g, ttisis .t141

Jiltmisting all ittsitti,111111.11 A4.1k. last
v.c. site ki,itittitCted tit st.intl hctiete
din atal (pr:nem e
JIM I and she IIIIs teat
will) act n.to

I actin. Ctintributiiir

llis progress may he due to the use of
praise. llei tune he participates, a
tavotable comment is made. lie is

entlnalled with the hooks and materials
provnled. Ile takes these back to the
classonno and retells the struies in his
I wn watts on tape.

She was allowed to achieve sole sit:
.ess in a teis small grump stinatnh. As
'Ii began to tl mole :onlidetil the
large wimp no longet fitglitetted het



1111111.d ittit.thq

Yvonne was a discipline pioblem in the
regulai classioont. She wtked only
when she was in the mood to do so. tier
facial expiession was neatly alw s one
of anger or resentment. (Kindergar ten )

Giltner came to us unable to read a
word and firmly helloing he was in-
capable of ever learning. He had newt
been retained and his learning problem
had been attributed to a Ivy eye
condition tie ;elated that lw hated
selio44. Ile w as habitually absent on
Monday and . (Third grade)

Stele as a Litho quiet chid when he
first entered school. ale entered the
resource room with no calendar con
cepts. (Kindergarten)

G101111 was a language-handicapped
child who had not achieved success in
the classroom. (Third grade )

la,:k could itt use the "I Not11111 .t%

the initial sonnd tit ttold. Ile ...o,dd
piodin..0 the sound in isolation. but let t
it oft w4nds. 411111d grade)

tl I Illte armed in the ioorn she
refused to lake .1 part in .ory ainvities
or to answei any questions iii iespond
to ,anything tit anhoc4.1n.tuding the
()titer children. (Kindel gat ten I

Dann% had simply been a -nothing-
In the t:l:issitutill Sixth i.v;ttiel

I NItt I 3 Wont.)

fteh.o tot Vollowmg Lii4uage

center intervention

In the resource loom, in small group
walk. she has seemed happy. She
smiles more of ten and is motet tit her
peels.

lie began w tit k ing wit h special language
matetials and during the first week
learned to read an entire chart. tic
smiled and 'marked. "1 can read. I
c:ni really read." Since that day he has
not missed a day 01 school and is
voluntarily remaining after school to
assist in gleaning the loom.

lo this date he has learned to tell
sto:ies from pictures and expiess him-
sell with a gre.it deal of enthusiasm.
lie has become a leader in activities.
tk now can tell the day s of the week.
the name of the current month and will
announce the next day of the week.

Ile remarked. "Glory hallelujah and
praise the fold. I g110ti t am happy
I'm in this iom. in my other loom
they said. ;et out soul hooks and
pipets. put up yotit hooks and wets'
all clay long and over here we get to
V. wt irk with machines and do :ill kinds
of things.-

the dc,tred rInthiet/oh 01 the wind
re,ided with his production tot-

lowing. When the recording Was played.
he realuod Mat he was not Batt trig the
,attic 111111t.!, I IC wa'. Mit pnwd and was
then able to add the "1." sonnet to the
word "little...

its the past rsI) day, she has ;time m
talking She esen called me ht tt.trik'.
while before she Away s called me
"teacher".

I le 111 chat ge tit setting up the equip-
ment and getting everythmg ready for
the i!tillit lit Vic% the lesson IIts own
ell c %min has been ekt.lteti .is lie

tealves that he is needed by the group
and h! me.

BEST COPY AVAILABLE

[actors( 'ont ribut mg to Change

An envuonment where most of her
expetiences ate successful ones have
helped change her attitude. Individual-
iling instruction, rather than haviag
her work in a large group situation,
seems to have helped.

The special materials gave him instant
success and served to motivate him.

'the total school Slitlalitm apparently
has aided his development. Part eft his
enthusiasm for learning can be attribut-
ed to language materials.

The activates were new and different
rot 1111% child. 1k was motivated by
active 111VOIV01110111.

Individual Jitent ion and use of the tape
retarder contributed to the change.

She began woikingwith an audio-reader
and she talked to it readily . She liked
the stnind of her voice when she played
tt hack and also liked the independence
tit working the machine by herself.

the dIange is a 10%1111 44 iesponsibility
being assigned t4)



According to David's potent.. he did
not like school last yeas and in the
mornings 'Ingested having to go to
school. (Third grade)

Becky's written peiforance indicated
poor spatial organitation and kinesthe-
tic performance. (Third grade)

Don had been an vAtienie discipline
problem in the classroom. He would
not do his classwork or an thing his
teaches asked him. (thud grade)

The day Cody entered the program be
related that he was unable to read.
(Third grade)

When Chris began third grade he was a
discipline problem. lie was uninterest-
ed in any school work and Just didn't
care. (Thud gradet

When %%Ann,' began. Bruce\ AMU&
Was conipletel negative. :ill
evimple. It a 1111d tripped, he vvould
mumble. "I hope seal break soul kg.-
I Iliad gratlf:1

Gary has been a behavnual rtetltlettt
sm.e he began school. Dining the past
two yeah he has lee,q% rit;a1
punishment tin the Alaile ))1 doc
limes pet week Ile :vas revet sing the
nuni.4 al "2" %%hen he entered the
protect he did nest even mules stand the

'rill rule I !hind1:M441 11e

gimlet

I Alit I t et 'tlitt

lieIL,t.rta I Mr 1 .11 01.1p

This le;11, his patents slated. lie likes
selloff! and always I.inks forward to
giwig. they attsibute his change in
attitfide to his visits to the iesurce
I int.

She has now learned townie in cursive
all the letters of the alphabet. Itet
teacher has 'liaised hes tin lies most
ieeent handwriting impels.

I became cf 'minced that he could do
much better work titan I 'rnotistrat-
ed in his .lassioom. A wanted to
do was he a iv/ singe. tike
"And you don't have to wad in study
to do that. I eplained that math is
involved in time signatmes and wading
is involved since you have to read the
words to the music. l looked at me
and said. "I didn't know that!"

Last week the children were asked to
draw a picture depicting something
they had learned during the week. His
was a picture of a hook and written
across the top was. "I have learned to
read*.

1..ist week I began a goats chat! in the
resince NMI. 1 he children got a star
foi each ohjec tive accomplished. Chits
uses gfd manners and woks quietiv
in the sesource room alai classroom
without (horn hng others.

Ifh entii e attitude has elenteed this

I.1% site epressisoll tiller Ile
et:1\, iiirrlg Cheethlih and scenes

to waft% like school. lie is etientel)
atiititis to heat it riew thatys err the
loom as Nell as the tesot1h.e igniter

wit weeks tet tregaii. pet son
net west. temai king about its behavioral
Change. 1 lie teacher
with him on writing the thilneiat
and when he thralls wtoi it iotiectly
he began cry nig and t entas ked, "I knew

N.I. illakiin! It all %tong but nollott
met showed me how to do If nett!
i its Limit) 11.1ii talked tit anti he
said. ''It I !WV(' Iii move stilt ill this
tumuli in efing If, quit stlit fill because
I alit Can't 14 11111) 'me of 1114)% 10111)%..

BEST UW( "Li"
I tint tibuting let t'h.inge

Ile gets positive teintoicement in the
resource room.

Becky has gained confidence in herself
since the beginning of the year.

Since then his interest in reading has
increased. 1k now tries and wants to
teats to lead.

Just hard work on skills and selfimage.

eluldien signed a contract to ny
and earn all SO state by May. I think
this gave him the imentive he needed
to discipline himself to Jo his school
wink.

His success in the small groups has
helped his seltimage.

This cl...inge an possibly he A., ieditud
to the :.sat that he ee.m pet write
.site sueeess.

'I his protect was funded through the Division of Special I-Au:non. leka. I dtic.ition Agency .
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DEMONSTRATION CENTER FOR
LANGUAGE-HANDICAPPED CHILDREN

THE ROLE OF THE LANGUAGE CENTER TEACHER AIDE BASED ON THE
PERCEPTIONS OF TEACHERS

by Ralph Teter, Ed.D.

One of the objectives of The Language Center was to
test different classroom organizational patterns as they
relate to teaching the language-handicapped child. Two
organizational patterns which used teacher aides were
considered in this study: I ) the self-contained classroom.
in which tour identified language-handicapped children
were intermixed with 25-30 other students; and (2) the
resource room. in which 24 students from several class-
roomur spent approximately one hour per day with a
res, .,.ce teacher using special materials. The first organi-
zational pattern was known as Instructional Program A
and the second as Instructional Program B. Teacher aides
were utilized in half the rooms in each program. Th .e
two instructional programs were'conducted at kin*er-
irarten, third grade. and sixth grade.

Problem
This study was directed toward an analysis of the role

of teacher aides as they served language-handicapped
children in the classroom and the resource room. Several
secondary topics were delineated:

. . To determine teacher aide involvement in classroom
or resource room activities.

. . To determine teacher aide involvement by subject
area.

. To determine teacher aide involvement with various
sized groups.

.. To determine teacher aide involvement with project
and nonproject students.

Method
Based on a study of the literature and individual con-

tacts with principals, teachers. and aides. a questionnaire
was developed which included the following topics:

.. Specific types of activities the teacher aide performs.
.. Subject areas of involvement (through preparation

for or direct contact in a given subject).
.. Group size (number of pupils in groups with which

the aide works).
.. Involvement with project students (as distinguished

from nonproject students).

Identical questionnaires were distributed to teachers in

late April to indicate the time the teacher aides spent in
each specified category during a typical one-week period.

Results
The results of the study are presented by grade level

and by instructional program. Within each are presented
teacher aide involvement (recorded as a percentage of
their work week) in classroom and resource room activities,
by subject areas, with various group sizes, and with project
and nonproject students.

Classroom and resource room activities. Teacher aide
involvement in classroom and resource room activities was
classified into four categories: instruction, materials,
clerical-housekeeping, and child care. Results are given in
Table I.

THE LANGUAGE CENTE
Region IV. Education &trek* Center
202 North Loop Peet
Houston, Taus 77018
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TABLE 1

CLASSROOM ACTIVITIES OE TEACHER AIDES

'Percent of Time Invotvement1

Activity
Grids

Kindergarten
Level

Third Sixth

Instruction
Materials

Clerical -Housekeeping

Care

33%

4 0

14

13

591
16

22

3

51%
17

32
0IChild

instructional Program
Activity Classroom (A) Resource Room (B)

Instruction
Materials

Clerical-Housekeeping

Child Care

52'
17

24
7

421
4(1

16

2

Twenty eight separate activities were identified on the
questionnaire. The five most commonly identified activi-
ties for each grade level and instructional program are
Oven in Table 2.

TABLE 2

MOST COMMON ACIWITIES OF TEACHER AIDES
BY GRADE LEVEL AND INSTRUCTIONAL PROGRAM

Activity

Kindergarten
Preparing instructional materials
Supervising study groups
Drill and practice routines
Preparing bulletin boards
Supervising playground activities

Third Grade
Supervising study groups
Assisting the teacher with seatwork activities
Keepint: tiles of shildien's stoat
Reading or telling stones
Arranging metcrials for lessons

Sixth Grade
Supervising study groups
Typing or duplicating instructional materials
ReLording grades
Assisting the teachet with seatwork activities
Scoring tibiective tests

Classroom tInstruitional Program Al
Supervising stidy groups
Drill and practice routines
Typing or duplicating instructional materials
Recording grades
Assisting the teacher with seatwork activities

Resource Room (Instructional Program B)
Supervising study groups
Preparinic bulletin boards
Keeping files of children's work
Preparing instructional materials
Setting up or operating instructional equipment

The following results were based upon analysis of data
from the questionnaires:

.. Across all grade levels, teacher aide participation in
instructional activities constituted approximately
40% of their time.
Involvement in either the preparation or the col-
lection of instructional materials represented about
20 of teacher aide time.
Involvement in activities directly related to teaching
(instruction and materials) represented approximate-
ly 70% of aide time at each grade level.

.. Teacher aide involvement in instructional activities
was approximately the same in both Instructional
Program A (classroom) and Instructional Program El
(resource room).
Teacher aides in the resource room devoted pro-
portionately more of their time to the preparation
of instructional materials than did the classroom
teacher aides.
Resource room aides spent less time in clerical-
housekeeping chores and child-care activities.
Time involved in child-care activities decreased as
grade level increased.

. Clerical-housekeeping chores increased as grade level
increased.

Involvement by Subject Area. A determination was
made of teacher aide involvement by subject areas
identified in the operational definition of language dis-
abilities. These subjects were:

. . Reading (including readiness and English)
.. Spelling
.. Writing
.. Arithmetic

Other subject areas were not specifically identified, but
were grouped under "other subjects." These data are
presented in Table 3.

TABLE 3

SUBJECT AREA INVOLVEMENT BY TEACHER AIDES
t Percent of Time)

Subject Area

Reading (including

readiness. 1,:ngt!sh)

Spelling

Writing

Arithmetic

Other Subjects
-------

Grade Level

Kindergarten Third Sixth

541
0
0

3

43

4:1'; 65%

14 28
13

17

13 4

Instructional Program
Subject Area ('la ;Aroom (A) Resource Room ill)

Reading (including
readiness, English)

Spelling
Writing
Arithmetic
Other Subjects

39%
18
7

9
27

70%
9
6
8
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The following results were noted:
Teacher aides in the resource room sp.:nt more of
their time in reading and reading related activities
(70%) than did the classroom aides (31)%).

. Summation of time on the subjects included in the

operational definition of language disability (read-
ing, spelling, writing. and arithmetic) indicated
increased involvementin these areas from the
kindergarten (57%), through the third grade (87%),
to the sixth grade (96%).

.. At the kindergarten and third grade levels, approxi-
mately one-half the aide's time was spent in either
readiness or reading activities.

.. At the sixth grade approximately two-thirds of the
aide's time was involved in reading or English acti-
vities.

Involvement by Group Size. Respondents were asked
to indicate the size of the group with which the aides
usually work. The results, based upon time in direct con-
tact with children, are shown in Table 4.

TABLE 4

GROUP SIZE AND TEACHER AIDE INVOLVESH.NT
(Percent of Time)

Group Size
Grade Level

Kindergarten Thud Sixth

Tutorial ft)
2 to 4
5 to iZ
13 or rti.ve

Group Sue

Tutorial lit
2 to 4

5 to 12
13 .'r more

21

3

69

20-

35

25

211

22';
21

17

40
---- -

Instructional Program
Classroom t A) Resource Room f B)

21'7

26

17

36

7';
76
17

tt

The following points were noted:
.. Teacher aides in the classroom devoted approximate-

ly three times as much of their time to tutorial
situations as did the resource roomlides-

.. Time involved in tutorial instruction by teacher
aides increased by grade level from the kindergarten
level (75), to the third grade (15n to the sixth
grade (22%).

Involvemmt with project students. Use of teacher aides

was not restricted to working with language-handicapped

children. Respondents were asked to indicate the time
spent with pr:-..ject, nonproject, and mixed groups of
children. The data are shown in Table 5.

ARE! S

PRUDE( -1 SI LIMN'S AND `1ACIIR AIDE INVOLVEMEN1
(Percent of time)

Student Category

Project Students only
Mixed Group

Noaprojeet Students

Only

Gra& Level
Kindergarten Third Sixth

51% 50% 6%

45 25 45

4 25 1

Instruction*, Program

Student Category Classroom (A) Resource Room (B)

Protect Students only

Mixed Group
Nonproject Students only

311'h

50
12

IOW
0

The following results were noted:
.. Aides in the regular classroom served all children in

the classroom, whether they were project or non -
project students.

.. Approximately half the aide's time was spent in
groups involving nonproject students.

Subjective Evaluations by Teachers
The questionnaire provided an opportunity for an open-

ended response by each teacher to the following: "Give
a statement of your feelings, positive and/or negative.
about the value and utilization of a teacher aide in your
classroom as a result of your experiences this year."
These comments were analyzed and classified as positive,
'mural, or negatire. A comment was lassified as neutral
if it had any element that was negative, regardless of the
number of positive elements in the statement. The results
arc presented in Table 7.

TABLE 7

ANALYSIS OF COMMENTS BY TEACHERS ON AIDE

UTILIZATION

Number or
Respondents Positive

Commit:.
Neutral Negative

Kindergarten 4 3 1 o

Third Grade 9 16 1 0

Sixth Grade 5 3 2 0

Instructional
Program A 14 9 S tt

Instructional
Program ti 4 3 1 0

Total Ill 12 6 0



Some examples of the most frequent coPtni net IS ( Num Jai
statement in at least three responses) are indicated below.

The aide enabled many children to hate the in-
dividual and:or extra help they might not !Live
received otherwise.
We could have accomplished more it we could have
had an aide at! day.
Using the aide to make instructional materials, take
care of bulletin boards. and set up equIpment has
tree i me tOr planning. leadmg, studying. and
evaluating both my program and the children.
The room has too many children and is too small
for two adult voices. This was the only negative
comment that -appeared more than once - -it occurred
twice).
The aide was excellent with children,

have been able to do twice as much with my
students this year.

Conclusions
The role of the teacher aide is to proi.ide support for

the teacher in a number of areas. rho tasks assigned to an
aide depend upon the professional ludgment of the teacher.
but several tendencies may he noted.

leacher aides at all grade evels spent almost three-
fourths of theri tune in actisities dite,.tls related to
teaching. Aides to resource rooms weft. more eNtenwely

involved in these activities. Specifically, the more corn-
identified activities were:

.. Supervising study groups
. Drill and practice routines

.. Assisting the teacher with seatwork activities
Preparing instructional materials

. Preparing bulletin boards

Involvement in clerical-housekeeping chores was more
prevalent at the sixth grade, consuming almost one-third
of the aide's time. The most commonly identified
activities Were :

.. Typing or duplicating instructional materials
.. Recording grades

Aides served small groups of children. tour or less.

about halt the time at the third and sixth grades. All

children. project and nonproject. had access to aide
assistance. Teacher judgments concerning the utilization
of aides pointed to significant involvement in reading and
reading related activities.

Connvents by teachers tended to support the tenet that
aides do have an impact on instructional practices. partic-
affiv as related to individualization of instruction. The
presence the aide permuted the teacher to provide in-t
tensive instruction to small groups while the aide super-
vised or gave drill and practice routines to other students

This project was funded through
the l)ivision or Special education.

Texas Education Agency.
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DEMONSTRATION CENTER FOR
LANGUAGE- HANDICAPPED CHILDREN

PERCEPTIONS OF CLASSROOM TEACHERS CONCERNING SELECTED

ASPECTS OF THE LANGUAGE CENTER PROGRAM

hr Ralph O. Teter, Ed.!).

Day -ti' day contact b, Language Centel stall with
teachers provided a valuable means of monitoring the first
year's program. Comments br, these teachers. both solicited
and unsolicited. provided continuing input for program
assessment and modilleation.

Problem

A need existed for a written assessment of selected
aspects of the Language Center protect. Such an assessment
should include classroom teacher perceptions of the first
year of operatior

Method

A questionnaire assessing seven aspects of the program
was prepared to cover the following-

Overall feeling toward the project.
- Ability to utilize the information gained through the

project to identit) other language-handicapped chil-
dren in the classroom.

The value of appraisal information provided by:
The cumulative folder.
The educational diagnostician.

. The multi-disciplinary team.
The adequateness and appropriateness of mater;als
and equipment.

. Changes in teaching style as a result of the Language
Center program.
Activities and contributions of the teacher aide (asked
only of those teachers with aides).

All but one of the questions called for a scalar response
Scale values ranged from I (lowest level) to 5 (highest). In
addition, teacher comment; on the Language Center pro.
gam were requested. The questionnaire was submitted to
all Instructional Program A (classroom without resource
room support) teachers in the participating school districts
two weeks prior to the close of school. Responses were
received lion) 3:s of the 36 teachers.

Results

For purposes of analysis, scale responses "1" and "2"
were categorized into a negative group. "3" into a medial
group, and "4" and "5" into a positive group. These were
then expressed in terms of a positive assessment ratio of
those with positive feelings to the total cl positive and
negative responses. Results are presented in Table I.

The one teacher who responded negatively in terms of
ability to identity other language-handfrapped children had
a class in winch four project students were assigned to a
'high regular" class.

The hypothesis of no significant differences among the
sources of appraisal information was tested using the z-test
for the difference between two proportions. The value of
appraisal information provided by the educational diagnosti-
cian was found to be significant at the .01 level when com-
pared with other sources of appraisal information.
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Pt Rut Pt IONS 01 Cl ASSR0OM 11-AC111.14S CONC1 filsalfs;t

St EACH. ASP1V1S 01 1111 1 AM tt At4 t F N 1 l tt PkOr ;R AM

Teacher PCreeptions Positive

Program Aspects

Overall !ule tossaitt

Positive Medial Negative As eminent Ratio

puqect 5' 39 0.55

Value of apprat.al m-
limitatin ph,. hied bs .

Omni 1,thlei

iducational
diagno.ticran

0

N4

40 60 Mt/

,91

Multi-disciplinars

team 20 40 40

Material. and equipment

in terms tit

Adequateness 94 6 0 1.00

Appropriateness 4t 9 0 1.111)

Changes in teachutg .0, le 55 .N6

Ability to identits other

kinguage-handicapped
children 97 .97

Value of aide involve-

ment in:
hit ructIon 55 17 25 66

Materials 66 27 7

Clerical support 65 14 21 .76

Child care 54 13 33 .62

Contribution of aide to
children's academic

prowess 67 13 20 77

Conclusions

As a 100111 oi (bp 1) 01 per cepnons of ji,,smiuqn
teachers concetning Nt:ieeted aspects of tbe Language Center

rowel. the following conclusions may he noted:
. A high proportion of the participants had strong,
positive feelings concerning the Language Center
pored during its first year of operation.
Appraisal information provided by the educational
diagnostician contributed significantly more informa-
tion than the multi- disciplinary teal)) approach. The
cumulative foldei alone provided no additional in-
tro main in.

he materials and equipment provided through The
Lmgriage Center were both adequate and appropriate.
A high proportion of teachers perceived changes in
their teaching style as a result of the Language Center
project.
Pat twirl:tilts wet. able to identity other children with
language disabdtlies are filen classioom.
Teacher aides were utilited to support different types
of class' oom activities and were perceived as con-
It ibuting to student academic progress.

tltts pr Oie0 Wac funded 110 ough

the Division of Special I-dui-anon.

Tes.as ilducotion Agent:v.



DEMONSTRATION CENTER FOR
LANGUAGE- HANDICAPPED CHILDREN

ADMINISTRATIVE ATTITUDES TOWARD THE PROGRAM OF THE LANGUAGE CENTER

AFTER ONE YEAR OF OPERATION

by Joe A. Afrola,

Background

The Language Center conducted its research in the
Aldine and Spring Independent School Districts. The
various organizational patterns under study were random-
ly assigned to schools in these districts at the beginning of
the project. One district had 12 elementary schools and
four junior high schools: the other had three elementary
schools and two junior high schools. The elementary
schools in both districts taught kindergarten through grade
five, the junior highs, grade six through eight.

A sample of administrators from the two districts was
drawn in order to survey attitudes toward the Language
Center concerning:
I. Overall operation of the progam during the past

year.
3 Ettecty on the children in the experimental pro -

gram. children not in the experimental program.
funkt in the experimental program. and faculty
not in the experimental program.
Effectiveness of the lush u program and
Language Center personnel.
Suggested imprityements in the pr ore ct t,r next
year.

3.

4.

Data Collection

1),Ita 14:Cie Ciilt!Cted by means ofa struetrttrtl personal
interview with 21 hiolding principal,. The mteisrew

eightc..en questions prepared !non the
toph: ateas listed above and was ttninulaied to he flekible
enough to woad inttrtmatton not anticipated.

Intetvies woe conducted HI the principals' effaces.
I XI .11 e presentcd below nr both mutative and tabular

Results

The first qu;stion concerned the principals' general
feeling about lire Language Center. In every instance the
response was highly positive. Sample comments were:

"The program has been most helpful."
"Sold on it - - can see its worth."
"Has been responsible for helping my teachers become
more aware of indtvidual problems."
"We can do het ter next year because of the experience."
"Good for children."
"The program has helped us to identity needs."
In response to Question 2. "In your opinion, what is

the feeling of your faculty toward the project?," all
respondents indicated that the faculty in the grade levels
involved had positive attitudes for the most part. Some of
the comments which were less than positive were:

"Only problem was caused by the fact that tire re-
source teacher was not here every day since we share
with another building."

"Teak:hers have mixed emotions - - they feel that it is
Jiff wolf to provide for needs in the regular class."

"Initralb, the teachers telt overwhelmed - especially
ilnrse that have been here for a utrile because of the
additional assistance and help available."

"Si km ime !legal inc Iecitng because if the additional work
invoked tot the regulai teacher: however, flie specific
teachers tin4thed were very enthusiastic.

OttosIt(, 3 was designed to determine which elements
welt' most sticeesstul in implementing this protect in the
s. hoots. File h4toWlfig Welt* mentioned:
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Preschool inservice.
Continued inservice.
Supervision by the Language Center staff.
The selection of the resource teachers.
Helping teachers become more aware of individual

needs of the children.
Positive attitude of the district administration.
Availability of media and materials.
Stress on independent activities and use of media by

children.

In response to Question 4. "What do you feel was the
greatest problem in imelementing the project in your
school this v ear?: the following statements were made:

"MAO ials and equipment were late in arriving."
'No malt piobtems:'
Regular teachers tees perhaps that the, have had to

spend too much time with children diagnosed as having
a language deficiency."
"Selection ofchildren to be included in the project sac
a little bit late for a smooth start."
"Getting a great degree of teacher involvement."
"Regular teachers had difficulty determining the in-
structional level for each child who had been identified."
One respondent indicated that the principal should be
in on the hiring of the resource teacher and that Region
IV Education Senh e Center should work Inure closely
with the principal.

Question 5 was designed to determine what effect this
project had on teachers in grade levels not included in the
study. Results were:

Classroom reacher without
resource teacher support

Classroom teacher with

resource teacher support

Negligible Snie Substantial

4

3 2 3

Question ti asked it the resource teacher had been used
by teachers in other wades for insets ice.consultation. and
sharing. Responses were: Negligible. 1; Some. 2:
Substantial. 5.

The frequency of use of materials and equipment
furnished by The Language Center and used by grade
levels not involved in the project was the subiect of
Question 7. Responses were:

BCH COPY WALL

Classroom teachers without
resource teacher support

Climrouttl teacher with
resource teacher support

Negligibk Some Substantial
- -

2 2 3

2 4

Question 8 asked whether there had been any in-
creased interest (as a result of the project) among the
faculty to more appropriately provide for each child's
educational needs. Reyults:

Cuttloom teacher without
ivsurce teat her support

Classroom teacher with
resource teacher support

Net:W141k Some Substantial

2 2

0

3

Question tj asked about the effectiveness of the re-
source teachers. In those schools in which a resource
teacher was assigned. the evaluation was uniformly pos-
itive. Indications were that the resource teachers were
adequately prepared to fulfill their responsibilities and
developed a good rapport with teachers.

Question 10 was designed to determine if the principal
had noticed any change in the teaching style of the
teachers directly involved in the project. Three principals
indicated that they had no basis for comparison. Eigh-
teen reported very positive changes. Examples of changes
cited were:

Better planning
Better management Si( classroom situations
More attention to individual needs
Individualisation of instruction
Better use of resources
More general concern for the child's needs
More planning

The response to Question I I. concerning the appr-
priateness of the materials and equipment purchased, was
unanimously positive. 1 his was to be expected since
principals and telchers were given considerable latitude
and allowed to participate in purchasing decisions regard-
ing materials and equipment.



Question 12 asked if other children besides the project
children were helped as a result of the presence of the

Z.

project in the respondent's building. The results were:
No, 2, Do not know. 3: Yes. th.

One respondent offered the opinion that perhaps the
faster children may have been held back in ors,. or two
classrooms as a result of eiuphasiiing attention to in.
dividual problems. The 16 who gave positive responses
cited reasons such as these:

The materials and equipment were available to all
the children.

Differentiated materials were used to help other chil-
dren in the classroom who had problems.

&Inn planning resulted in better opnortuintleis tOr all.
Inservice education. resulting in the improvement cal

the teacher, [Milk tded-JdVallLigeS to all children in
the glass

Tlw Milner:cc of the resouice teacher in the building
was helpful to many children besides those speent
catty in the project.

Question 13 investigated appraisal information:
your opinion, was there any direct relationship between
appraisal infOrinatin acquired and its influence on the
instructional program?" In most cases appraisal lamina
non did have an influence on the instructional program.
According to the comments, this was particularly true in
the Protocol II (educational diagnostician support) .in-
praisal area.

Question 14 asked the principal to rate the effectiveness
of the educational diagnostician assigned to then school.
niis question only applied to the schools in which an
educational diagnostician was assigned. Results were:

Sr err

_

Number of Responses Percent

I (inettektive) 0 0

0 0

3 4 31

4 (very effective) 9 69

Question 15 asked the principal to rate aides in terms
of whether aides made it possible for teachers to attend
more pflCSSitlial tasks. Results were:

Sca Number of Responses Percent

I lineffektivei 0 0

2 0 0

3 25

4 (very ettective) 6 75

BEST COPY AVAILABLE

Comments were:
The main reason we are individualizing is because of

the aides.
Teachers spend more time planning, and do less clerical

work.
Particularly valuable for primary teachers.
Teachers were apprehensive about using aides at first.
Suggested changes in the project for next year wcae

elicited by Question 16. Some of the more significant
suggestions were:

Allow more time for the educational diagnostician.
Encourage and allow the resource teacher to spend

more time in the regular classroom.
More regular reports on children's progress.
No changes - - extremely well satisfied.
Assign an aide for each teacher.
At the sixth grade level, consider a differentiated tean

approach as opposed to trying to make the regular
teacher take responsibility for working with the
language-handicapped children.

Stress in-building staffing to channel all resource to
solve the problem.

Improve selection of children next year at the kinder-
garten level.

Emphasize testing less, particularly at the kindergarten
level.

Get regular classroom teachers more involved in the
selection and identification of children.

Questions 17 and 18 concerned the extent of rxisental
involvement in the project and the principal's opinion on
scheduling a planned program of parental involvement. In
most cases, parental involvement was negligible, although
several resource teachers did attempt to get parents to
visit the resource room during the day. Most principals
did not feel a planned program of parental involvement
'was required. As a matter of fact, several felt it would be
detrimental and thought it important that the parent be
involved in the total program instead of just one specialized
segment.

Conclusions

The interviews indicated that the chief administrator
of each of the project schools had a very positive attitude
toward the effectiveness of The Language ('enter during
its first year of operation. They felt that the project
tended to enhance their efforts in attempting to meet the
needs of the language-handicapped child. It was interesting
to find that the majority felt many children not included
in the experimental program gained because their school
was included in the project. Principals noted that the
extra materials and equipment helped teachers to dif-
ferentiate instruction for many children not just for the
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DEMONSTRATION CENTER FOR
LANGUAGE- HANDICAPPED CHILDREN

RELATIONSHIP OF SPECIAL INSTRUCTIONAL PROGRAMS
TO STUDENT ATTENDANCE

by Ralph O. Teter, Ed.D.

Most of the research activities of The Language Center
focused upon status. change, and trend studies of student
achievement as measured by criterion tests. Secondary
analyses related to tint et measures of student attitude
toward self and school. ltnvald this end. one of the most
often utilized unobtrusive measures of student attitude
was considered: school attendance. The research design
for the project's second year of operation permit red such
studies across research and control groups.

Statement of Problem

A basic assumption was made that if the schools are
maintaining the child's interest and promoting favorable
attitunes toward school, he will attend school more
frequently than if the converse is true. The study describ-
ed in this monograph was designed to determine the
relationship between school attendance and programs of
special instructional intervention.

Method

In Texas. average daily attendance figures serve as the
basis for state financial support to local districts. Since
these data are maintained at the highest level of accuracy
on each student. they served as measures of school
attendance at the three target grade levels of this project.
kindergarten, third grade. and sixth grade. Absence
figures for the 1972.73 school year were secured from
these records.

The instructional programs included: the regular
classrooms in which language-handicapped children were
intermixed with other children; the resource rooms where
24 children went each day for special help: and the self-
contained differentiated staffing rooms each with 50
language-handicapped children. In all three programs

teachers received additional diagnostic support. services of
teacher aides, supplementary instructional materials, and
specialized inservice education. Language-handicapped
children in anitrol rooms, where there was no special
intervention, were included for research purposes. The
resource rooms and control rooms were present at all

three grade levels. At the third grade, the regular class-
rooms and differentiated staffing rooms were also in-
cluded.

The kindergarten sample contained 60 students equally
divided between the two treatments. At the third grade
were 123 students included in the tour groups; at the sixth
grade. 4S students in the two groups. Analysis of variance
was computed on a random sample of project students.

Results

Results of the analysis are presented in Table I.

TABLE 1

ANAL YSIS ou VARIANCE SUMMARY

kindergarten
SS di MS E

iota! 21.705 59

Between groups 756 1 756 2.09 n.s.

Within eroups 2.449 58 361

Third Grade

Total 9.649 122

Between groups 701 3 234 3.11 .05

Within groups 8.94/t 119 75

Sixth Grade
Total 2.333 47

Between groups S 5 0.15 n.s.

Within groups 2.325 46 51
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Kindergarten students attended sch,ol only half a day.
The mean absence for the various program; is presented
in Figure 1.

Discussion

Although it cannot be inferred that special intervention
programs were the only factor relating to differences in
attendance patterns, the data indicate that those students
in special intervention programs did attend school more
regularly. At the third grade, the difference was significant
at the .05 level. At all three grade levels absences were
lowest in the resource room, a different and more in-
dividualized learning setting.

At the third grade. where all four experimental treat-

12

10

6

4

2

0

Grade

BEST COPY WAR ABLE

ments occurred, several observations may be made: for
the self-contained classroom, regardless of the type of
support services available, absence figures were essentially
the same. For the self-contained classroom without
diagnostic or personnel support, student absence was
approximately 31% higher. Students who went to the
resource room at least a part of each day, however, ex-
hibited 4b% fewer absences.

Conclusions

Third grade intervention programs with diagnostic and
personnel support showed significantly fewer student
absences. This suggests that special intervention programs
may make a difference in student attendance at school.

FIGURE
Average Days Absent by Program and Grade Level

1,-11

,011,

1 I I 1

3 K 3 6 3 K 3 6

Regular Resource Differentiated Cont rot

Classrooms Rooms Staffing Rooms Classrooms

This project was funded through the Division of Special Education.
Texas Education Agency.
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DEMONSTRATION CENTER FOR
LANGUAGE-HANDICAPPED CHILDREN

PROFICIENCY PROFILES FOR PROFESSIONALS

WHO WORK WITH LANGUAGE- HANDICAPPED CHILDREN

by Ralph 0. Teter. Ed. D.

Education is joining other professions, among them
medicine and engineering, by ii.itituting competency-based
training programs. The Texas Legislature. in fact. has
recommended that one alternative to teacher certification
be based on the prirtopics of competency-based education.

Competency-based education for personnel who serve
children with language handicaps appears to he particularly
promising.

Competency has a dictionary definition of "properly or

well qualified: capable." Competency-based education
builds upon a minimum standard. Another term. per-
tOrmance-based education, is often used to emphasize the

way in which teachers demonstrate their qualifications and
capabilities relating to knowledge and skills. Performance

Serves to remind us that knowledge of content and
teaching strategies is an enabler and is of less importance
than using knowledge in teaching children.

A trend toward accountability is supported by com-
petency -based educational programs since those in training
are accountable for demonstrating stipulated competencies;
trainers are accountable for designing programs which

facilitate development of such competencies. Because

these competencies must he demonstrated ultimately in

school settings, training should be less college centered

than field oriented. Preservice and inservice training
represent a continuum along which responfibilities and
opportunities are shared by all.

Method

The effort to identify proficiency levels required by

various roles that serve language-handicapped children was
a task undertaken during the two-and-one-half year period
of Language Center operation.

Identification of competency clusters. InfOrmation used
identify the various competency clusters came from

tour different sources. First. the consultants who served
The Language Center identified specific areas of competence
both through formiii presentations and informal conferences
with the staff. Second. the Language Center staff identified
competencies through observations of and informal meetings
with resource teachers. educational diagnosticians. and
classroom teachers who were served through inservice.
Third was the research of others. Although many studies
contributed, two deserve particular note: Reading Disorders
in the United States: Report of the Secretary's (HEW)
National Advisory Committee on Dyslexia and Related
Reading Disorders (August 1960); and Mal Report:
Advanced institute fur Leadership Perscomel in Learning
Disabilities (19704 Fourth was a formal needs assessment
conducted among the protect personnel three different
times--twice . the 1 -st year and once the second year.

Matrix of competency clusters. The matrix, shown in
Figure I , represents a logical organization of the compe-
tency clusters. The first dimension of the matrix, domains
of professional competencies, includes four areas: ap-

praisal, educational planning. instruction, and professional
development and interaction. The second dimension
describes the types of objectives in which competencies
may be demonstratedcognitive and performance (including
skills and affective behavior).
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Figure 1

COMPETENCY CLUSTERS

tkio'
ort

COGNITIVE -BASED OBJECTIVES
PERFORMANCE BASED OBJECTIVES

Skills Affective Behaviors

APPRAISAL

Child development
Exceptional children
Language development
Language- handicapped

children
Socio- cultural

foundations
Statistics, measurement,

and evaluation.

EDUCATIONAL
PLANNING

INSTRUCTION

Objectives and
goals

Principles of
learning

Curriculum

Observational and
interview
techniques

Test selection,
administration, and
interpretation

Respe,..1 for integrity
of information

Methods of language
teaching

Instructional
strategies

PROFESSIONAL
DEVELOPMENT
AND
INTERACTION

Self appraisal and
development

Group dynamics

Organize
learning experiences
and resources

Instruction for
mastery

Classroom management
Materials selection and

utilization
.... ..__...

Communication with
children

Communication with co-workers
Orpnitational procedures

Establishment of
realistic
expectations

Positive attitude

Modeling behaviors

Instrumentation. An instrument was prepared based
upon the 211 Wolin ied competency clusters. The purpose of
this questionnaire was to identify comparative profiles of
competencies required to serve language-handicapped child-
ren in three ditterent roles! classroom teacher. lest ruice
teacher, artl educational d;4gnostician. For each of the
CO1111)0010, iltistelS. the 29 respondents representing these
roles were asked to indicate the minimum proficiency level
required by each tole. The base line was taken to he their
perception of the level of proficiency required by classroom
teachers who do not teach language-handicapped children.

Results

The results of the study are presented in terms of

proficiefley profiles:Hid 0111p3riSMIS of proficiencies among

the differing roles.
Proficiency profiles. An analysis of the data derived

front the questionnaire yielded proficiency profiles for

classroom teachers. tesource teachers, and educational
diagnosticians. These data ate presented in Figures 2. 3.4,
and 5. The numbers along the x-axis represent the Linn-
pctency clusters coded below each figure. The competency
level required lot each role is designated on a 0-lo-100
scale {,v -axis i with huger numbers reptesciffing higher levels.

Appraisal competencies. In each of the nine areas, the
educational diagnostician was perceived as requiring the
highest proficiency level; the resource teacher was next,
followed byThe classroom teacher. "Respect for integrity
of information was viewed as a high level requirement for
all three roles.
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Proficiency Profile. Appraisal Competencies
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mpetency Cluster*

1. Respect tot integrity of information.
2. Knowledge of languagehandicapped Mkt ten.
3. Knowl:slee of evert onal children
4. Knowledge of measurement techniques. evaluatkm procedures,

and statistics.
5. Knowtelge of language development.
6. Ability to select. administer. and interpret tests.
7. Knowledge of child development.
K. Ability. to utilize a Varlet) of observational and Interview techni-

ques

9. Understartling of '4o:4i-cultural foundations and their effects on
teat rung.

Educational planning competencies. The competency
level perceived for educational diagnosticians was at or near
the highest for all areas of educational planning. flowevei.
the range. when compared with the cl.assroont leacher. has

been great!). reduced. This range cmpressum indicates the

need tor all three rlACN it, participate in educational

planning tot a childthis should not he the sole function
of one role it sht uld he noted that the resouice teacher
who is in dvect intensive contact with the language-
handLapped child on a datIN basis rates highest in geneial
knowlcige curriculum and abtlity to organire learning
expertences and resousces,

Instructional competencies. :lot element icognmed as
central ID the teaching ot languag,!handicapped children.
the ability to develop and maintain a p4+sitive attitude
toward learning. was the highest Act} ctnnprtency ho all
duee roles in the iwt...nic fixed competent.); dusters. Those

it) direct contact with children. the restnt,e teacher and

classroom teacher. were perceived as reqint nig a high ability

to manitain etteLtive classroom management. Resource

teachers and educational diagnosticians were identified as

requiring, high Lewis of competency in ability to select and

utilize a variety of instructional materials. The range
between the high and low in ()the, competerky clusters was

narrow; however. the highest levels were expected for
resource teachers.
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Competency Cluster*

*1. Ability to establish realistic evectattons for learner.
2. Ability to develop appropriate instructional goals and obteettses

for learners.
Ability to apply principles of learning in meeting goal. and ob-
jective..

4. Ability to organize learning espenences and resources.
5 (.;eneral knowledge of curriculum.
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Proficient.) Prnfile; Instructional Competcnsies
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Competency ChAter"

Ability. to develop and maintain 4 r,b,itne .it It music rt.w.trd

teaming mg learner,
2. Ability to wkit and indite a s tit ;norm tumid

material..
3 knowledge and effective utilization of appropriate method.

tit language Washing.
4. Ability to apply the concepts44 learning for mastery .
5. K nou irdw and effective utilization of appropriate mstrucnonal

strategies.
6. Ability to maintain effective classroom management



Professional development and personal interaction com-
petencies. High lesel cloisters for all roles centered on

ability to communicate and demonstrate suitable modeling
behaviors for students, ability to organtre work and to
cimununicate with co- workers also received high rankings.

1.

figure 5

Proficiency Profile Professional

Development and Interaction Competencies

2 3 4

Competency Cluster

Abihtv to organize work.
2. Atiitty to communicate with co-worke-s.
3. Ability to communicate with children.
4. Possession of suitable modeling behaviors.
5. Ability for self appraisal leading to professional development.
h. Ahtiii), to apply the pruiciples of group dynamics.

Comparisons of proficiency profiles, Proficiency profiles
were examined using the sign test of profile patterns (Siegel.
.Vorparatnetric Statistics. McGraw-Hill. New York. 1950.
Table I gives the results of this test.

Table I

Profile Comparisons

Competency Domain N
Claaroom Resource
Teacher 'teacher

X X

Resource Educational
Teacher Diagnostician

Classroom

Teacher

X

Ecl us:at iti nal

Diagnnct ician

Appraisal

Educational
Planning

instruction

Professional

Development and

interaction

9

5

6

6

.002

.031

.016

.016

.002 .002

.031

.016

The tesult% indicate a distinctive hierarchy of profiliency
moored in the apptaisa. domain with the educational
dtaittiosttia0 at the highest level and the resonice teacher
next. followed by the classroom teacher. In each domain
the resource teacher was perceived as requiring higher
proficiency levels than the classroom teachet. Significant
results were not noted in other relationships.

Conclusions

Among the six competency clusters perceived as requiring
the highest levels of proficiency for each role, three were
common to all roles:

Ability for self appraisal leading to professional
development
Respect for integrity of information
Ability to establish realistic expectations for
learners.

Two clusters were common to both classroom teachers and
resource teachers:

Ability to communicate with children
. . Possession of suitable modeling behaviors

Clusters identified for only one role were:
. . Ability to maintain effective classroom manage-

ment (classroom teachers)
Ability to organize work (resource teachers)
Knowledge of language-handicapped children
(educational diagnosticians)
Knowledge of measurement techniques. evaluation
procedures, and statistics (educational diagnosti-
cians )

While minimum competency levels may he defined for
all who serve language-handicapped .children. proficiency
profiles derived through this study reflect the varied needs
of different roles.
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